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This paper analyses what occurs when in-service secondary teachers face a new subject,
Landscape and Sustainability. Recently implemented in Galicia (NW Spain), this subject has
no strong curricular constrictions. It is opened to diverse contents that can be integrated into
Social Sciences. It promotes an environmental, social and critical consciousness. The
hypothesis was that teachers may present deficiencies when approaching a subject which,
due to its characteristics, requires training extending beyond disciplinary knowledge, thus
impeding better performance and a greater degree of learning among pupils. The study was
organised in three axes: (a) observation of the teaching and learning process in schools
(n= 3); (b) teacher’s conceptions (n= 38) on the subject, its context and their pupils’
learning; and (c) pupils’ reflections (n= 70) derived from their learning process. The
objectives were: (1) to elaborate a theoretical substantiation for the subject and, in accor-
dance with it, making a critical analysis of the practices observed; (2) to analyse how teachers
conceive the subject; and (3) to analyse the pupils’ reflections regarding the experience and
to what extent they acquire social, civic and/or academic skills. The methodology was
qualitative, using in the data analysis a quantitative perspective too. The instruments used
were the participant observation, interviews, a closed questionnaire and a semi-opened
questionnaire. The results are presented in a descriptive-interpretative way, but also quan-
titative. It can be advanced that teachers designed the subject in line with Place-Based
Education and Heritage Education, but the lack of specific training in those theories ends up
blurring their holistic approach in the nearby places. Teachers show similar conceptions
about the subject and its teaching process. And the majority of students value positively the
methodology used in the initiatives and acquire a socio-critical consciousness.
https://doi.org/10.1057/s41599-020-00689-3 OPEN
1 University of Santiago de Compostela, Santiago de Compostela, Spain. 2 University of Murcia, Murcia, Spain. ✉email: tania.riveiro@usc.es









Introduction: a new subject as an opportunity for innovation in the classroom
The different Autonomous Communities in Spain haveleeway to offer optional subjects to complement the cur-riculum planned by the Ministry of Education. This study
analyses what happens in educational experiments framed within
the Landscape and Sustainability (L&S), subject recently intro-
duced in Galicia. It was offered from 2015 to 2016, with 1 h of
class per week for pupils between 12 and 14 years of age (Xunta
de Galicia, 2015).
In the teaching of the social sciences there is no possibility of
observing a subject from its origins, particularly if it is not subject
to great regulatory constraints and to the same pressure of eva-
luation as the compulsory subjects.
The curricular approach of this subject encourages teachers to
rethink their work, using new and participatory strategies focused
on landscape and sustainability, contents which were previously
only superficially treated in other subjects. An environmental,
social and critical approach is promoted, contrary to a traditional
approach dominated by decontextualised physical aspects. It
introduces new contents and makes it possible to reflect on socio-
environmental justice and the welfare of the community. Fur-
thermore, there are no specific textbooks, thereby empowering
the role of the teacher.
The analysis of its teaching and learning process may provide
an opportunity to equip teachers with a critical reference point
via which their approach can be discussed or redirected. The
starting hypothesis is that teachers may present deficiencies when
approaching a subject which, due to its characteristics, requires
training extending beyond disciplinary knowledge, thus impeding
better performance and a greater degree of learning among
pupils.
A methodological model for Landscape and Sustainability
The curriculum of the subject encourages innovation but does not
specify how to put it into practice. Therefore, this paper proposes
a model based on the surrounding environment and a conception
of landscape as an asset of common interest (Augé, 2012), inte-
grating the rights of those who live within it (Rubio and Ojeda-
Rivera, 2018) and their empathy as a guarantee of sustainability
(Martínez de Pisón, 2010). Thus, landscapes can even gain
importance without prior recognition.
It is presented an idea of landscape connected to the concept of
place, understood in a holistic manner, as a specific space in
which local identities are extremely present (Massey, 1995; Augé,
2012). Its interpretation is both individual and collective, con-
stituting an entity in transformation and a framework of coex-
istence to which people can feel a sense of belonging in a spatial
and social sense, assigning them a signification depending on
infinite experiences and their own identities (van Eijck and Roth,
2010; McInerney et al., 2011; Sun et al., 2016). It could be said
that places are conceptualised in terms of landscape as they are
perceived physical spaces.
Based on this idea, a model for L&S is proposed (Fig. 1),
inspired by its curriculum and incorporating parameters of Place-
Based Education and Heritage Education, as both of these
approaches seek a critical reflection of the environment for the
acquisition of skills to improve the inhabited place.
The cornerstone of this model is an emotional connection with
the local places and landscapes researched by pupils in an
interdisciplinary and guided way (Woodhouse and Knapp, 2000;
Liceras, 2003, 2016). The link between emotion and reason leads
to the acquisition of skills extending beyond academic compe-
tence, fostering an appropriation of the environment and, by
protecting and looking after it, generating a conscience for a more
sustainable ecological and inclusive world.
A rigorous planning of activities with civic objectives is
required, preferably in the open air, to foster interaction with the
community in order to visualise the interdependence of existence
(Theobald, 1997; Woodhouse and Knapp, 2000).
The study is enriched by integrating Heritage Education,
reflecting with the pupils on the possible inclusion as heritage of
these everyday spaces, stimulating the work of investigating them,
valuing them and defending them (Calaf and Fontal, 2006).
This model adopts a socio-critical approach: Transmitted
heritage elements are addressed, which are publicly recognised as
living documents. However, invisible and hidden places and
landscapes are also proposed, even if the memory of them is
conflictive, regarding which the pupils must take a stand in
debates and reflections. Indeed, it is these scenarios which acquire
the greatest educational significance (Domínguez-Almansa and
López-Facal, 2016, 2017; Estepa and Martín, 2020).
Local history (Fine-Meyer, 2014) and social memory play a key
role (Pinto, 2011). Using documents and memories, the pupils
investigate many material and immaterial remains as a link to
approaching aspects such as landscape, identity and heritage
(Feliu-Torruellas and Hernández Cardona, 2020; Hernández and
Castilho, 2006; Pinto and Zarbato, 2017). A “new localism” is
proposed (Gruenewald and Smith, 2008) with the aim of pro-
moting the ethics of caring for the environment as a social
improvement (Chinnery, 2013), whilst making more explicit
connections between globalisation, capitalism, economic exploi-
tation and cultural oppression (McInerney et al., 2011). Pupils
participate as interested parties and agents of change in the
processes of taking decisions which affect their environment
(Morgan, 2012). They can reason and experience excitement and,
with this learning, address new landscapes belonging to other
social and environmental scenarios, examining in more depth
what has been proposed in a similar sense by Cuenca López et al.
(2017).
Ultimately, activities based on specific spaces enrich any cur-
riculum (Howley et al., 2011). Thus, Landscape and Sustainability
promotes citizenship (Orr, 1994), research, the clarification of
values, problem-solving (Sobel, 2004; Gruenewald, 2003;
Fig. 1 Teaching proposal for Landscape and Sustainability. Ten
dimensions of the proposal, based on Place-Based Education and Heritage
Education.
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Knapp, 1996) and decision-taking (Hungerford and Volk, 1990;
Knapp, 1996).
Taking this discourse into account, an investigation with three
axes is proposed:
a. The observation of the teaching and learning process in
three schools.
b. Teachers’ conceptions on the subject, its context and their
pupils’ learning.
c. Pupils reflections derived from their learning process.
From these three axes, three fundamental objectives arise:
1. To elaborate a theoretical substantiation for developing the
subject, focusing on Place-Based Education and Heritage
Education and, in accordance with this, making a critical
analysis of the practices observed.
2. To analyse how teachers conceive the subject and its
practical teaching.
3. To identify the evaluation of the participating students
regarding the experience and to discover to what extent
they have acquired social, civic and/or academic skills.
Method
This study is framed in the qualitative tradition (Flick, 2009, 2015;
Miles and Huberman, 1994; Morse, 2003), although the data
analysis did not renounce the incorporation of a quantitative
perspective too. It follows the line of educational research: to
explain, to understand and to signify (Gibbs, 2007), in this case,
the reality of a new subject. It is an inductive and bounded study,
with informants from three schools (38 teachers and 70 partici-
pating pupils).
It possesses the basic criteria of quality (Flick, 2009): internal
validity/credibility, reinforced through an ethical commitment in
the fieldwork, the collection of detailed and different type of data,
the participants’ involvement or control over some parts of the
research, and an external and internal audit of the study; external
validity/transferability, guaranteed with a brief resemblance to
what is being done in 35 out of the 39 schools which teach
Landscape and Sustainability, that does allow for transfer to
similar educational contexts; reliability, guaranteed with a sys-
temic collection of data; and objectivity, guaranteed with aca-
demic integrity from the beginning of the study.
This work employs different empirical materials of a descrip-
tive nature (Denzin and Lincoln, 1994; Mendizábal, 2006): field
notes, interview transcripts or teachers’ and pupils’ responses.
Although they are related to the three different central axes of the
research (observation of the teaching and learning process; tea-
chers’ conceptions; and pupils’ reflections), and were analysed
independently according to the 10 dimensions of the model
proposed in the substantiation (Fig. 1), they are presented in the
results in a holistic approach, synthesised in six sections that
summarise those 10 dimensions.
Axis 1: Observation of the teaching and learning process.
Experiments were carried out in three schools during the 2017/
2018 academic year. The schools were chosen intentionally
according to five criteria: (1) Teachers who were open to sys-
tematic observation who had an interest in innovation; (2) The
location of the schools was appropriate to the requirements for
observation; (3) The idea of landscape was not limited to the
physical dimension; (4) The subjects were assumed from different
areas, two in the social sciences and one in natural sciences; (5)
They encompassed the widest possible range of ages and year
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The observation, framed in the participant observation method
(Angrosino, 2007), implied regular attendance, which involved
more than half of the sessions for each initiative (I.1= 15;
I.2= 21; I.3= 18). Previously, it was created, and externally
validated, a form to manually record field notes in the classroom.
Those descriptive annotations were computerised and completed
periodically (Martínez Miguélez, 2007).
This yielded 74 forms, designed according to a subsequent
creation of categories and codes. The information included in the
form was related to who took part in the sessions, the role of
the teachers, the behaviour of the pupils and the involvement of
the researcher; what contents and disciplines were worked on;
where they were carried out; when they took place, date; how they
were carried out, method, tactics and resources; why they were
addressed, objectives, skills and productions derived from them
(Martínez Miguélez, 2007).
As a result, the research offers an analytical synthesis of
everything observed in relation to the dimensions categorised in
the proposal, which has been presented as a benchmark (Fig. 1).
The materials were stored in a hermeneutic unit in Atlas.ti. They
were categorised into 15 groups of codes with 78 aggregate codes,
from which 1034 quotes emerged to describe the experiments as a
whole. A comparison and informed numerical ranking were
carried out regarding the level of development of the experiments
according to the model proposed in Table 2.
Axis 2: Teachers’ conceptions. During the observation process,
each teacher involved in the three initiatives was interviewed
(2017/2018, I.1= E1; I.2= E2; I.3= E3). Each of them had a
different academic profile (Table 3).
Before the interview, three issues were raised regarding the
questions to be asked: why they were necessary, what was to be
asked and how they would be carried out (Kvale, 2007). As a
result, nine semi-open questions were formulated, separated into
four sections: (1) a brief professional description; (2) a reflection
on innovation, the educational context of the school and
participation in previous projects; (3) characteristics of their
activity, tactics and evaluation; (4) competences encouraged in
pupils and teachers and transfer to society.
The audio tracks were transferred to a hermeneutic unit in
Atlas.ti. Excerpts were selected and transcribed, either totally or
partially. After the first sweep, 213 quotes emerged. These were
organised into nine categories or groups of codes, to which 50
codes were added to facilitate the organisation of the content.
From the resulting report, 14 ideas were selected, due to their
constant repetition, following the establishment of the method of
constant comparison. Of these 14 aspects (Table 4), 10 are dealt
with in the results (points 5–14).
Inspired by the four sections of the interviews and the ideas
that came up from their analysis, an online form was created with
50 closed-ended questions with multiple responses and a
subjective scale, some numerical and others evaluative. The
intention of this was to facilitate the inclusion in the study of the
39 teachers responsible for teaching this subject in Galicia.
The basic data for each school was obtained from the Education
Ministry of the Galician regional government. During the 2018/
2019 academic year, they were contacted on up to three occasions
by email or by telephone, in the hope that the digital format
would increase the number of participants (Smith et al., 2007).
The form was created in the Forms application of Office 365 and
35 teachers replied (90% approx.).
Its aim was to broaden, corroborate or refute the ideas shared
by the three teachers interviewed. The majority of the responses
were categorical, with some also being dichotomous (Díaz de
Rada, 2005). They were classified into 10 blocks (Table 5).
The primary measures of frequency and means were obtained
in a spreadsheet.
Axis 3: Pupils’ reflections derived from the learning process.
The pupils participating in the three initiatives observed were
provided with a questionnaire which made it possible to analyse
their reflections on the subject, their acquisition of knowledge and
the development of a civic conscience (June 2018). This facilitated
accessibility to the information without confronting great logis-
tical obstacles (Flick, 2015). Seventy pupils participated (n= 70:
I.128; I.2, 22; I.3, 20) after finishing the subject and a climate of
conscious participation was sought. The questionnaire consisted
of 10 questions, in five blocks, and employed photographs of
landscapes which were not socially and environmentally sus-
tainable. The aim was to verify whether the pupils made a formal
description or whether emotions leading to critical and reasoned
reflections were awoken.
An aggregate analysis of the questionnaires was carried out
(Díaz de Rada, 2005), they were imported to a hermeneutic unit
in Atlas.ti. and were transcribed. This software was chosen
considering its potential to organise the data and its capacity to
create a structured report. The questionnaires were identified
according to the participating pupil and the initiative in which
they were included (Es1:I.3; Es21:I.2; Es43:I.1, etc.).
A first level of analysis of the ideas associated to each question
made it possible to create 94 codes (Table 6).
Table 2 Levels of development of the dimensions of the
model and ranking.
Level of development Ranking
Fully incorporated 5
Generically incorporated 4
Incorporated, albeit superficially 3
Hardly incorporated but indirectly perceived 2
Not incorporated 1
Authors’ own work.
Table 3 Profile of the teachers interviewed.
E1 E2 E3
Academic training Degree in geography and
history
Degree in geography and history Degree in biology
Years of teaching experience 29 10 12
Years in the school 4 1 5
Professional experience outside of the field
of education
No other experience In the field of archaeology and
heritage
In the field of environmental
education
Authors’ own work.
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Tables of frequency and co-occurrence were created and
consolidated with direct quotes obtained from the responses, with
each of the three initiatives represented. The information made it
possible to refute or confirm both the data collected in the
observation and in the teachers’ responses.
Results
The results of the research are presented taking into account these
three fundamental axes: observation, teachers’ conceptions and
reception among the pupils. They are integrated in a framework
of six thematic blocks (TB) based on the 10 dimensions of the
teaching model which has been proposed for the successful
teaching of Landscape and Sustainability (Fig. 1).
TB.1. The use of places, nearby landscapes and a local
approach
Axis 1: Observation of the teaching and learning process. Work is
carried out on places and landscapes with a focus on the
local area.
In I.1, the physical transformations and sustainability of the urban
framework in the area in which the school is located are investigated.
In this area, property speculation has damaged the traditional
buildings of everyday life and even places of natural value.
Furthermore, many aspects of popular culture have been forgotten.
In I.2, local landscapes are investigated, integrating material
and immaterial elements in the process of abandonment,
applying concepts such as landscape sustainability and heritage.
In I.3, there is no research and its approach is more regional than
local. The inhabited space is not examined in detail as it is
considered that the inexistence of places with recognised heritage
value hinders work in a relatively run-down urban area. As an
alternative, certain representative landscapes of Galicia are proposed.
Applying the criteria of level of development, each initiative
acquires the ranking as shown in Table 7.
Axis 2: Teachers’ conceptions. Both the teachers of the experiments
observed, and the 35 participants gave value to prior research on the
surrounding environment. They highlight its role in providing them
Table 4 Common blocks of the interviews of E1, E2 and E3.
1. Positive evaluation of an open curriculum
2. Positive evaluation of the involvement of the school community
3. Association of professional stability with teaching innovation
4. Association of control over teachers with the lack of teaching innovation
5. Evaluation of teaching innovation as a form of professional learning
6. Association of teaching innovation with a greater degree of professional well-being
7. Association of the subject with the development of critical thinking among pupils
8. Association of the subject with the development of social skills among pupils
9. Association of the landscape with immaterial elements
10. Association of sustainability with the environment and social aspects
11. Association of landscape with heritage
12. Positive evaluation of transferring teaching outcomes to the local community
13. Association of critical teaching with the necessary social support
14. Association of the subject to different objectives
Authors’ own work.
Table 5 Blocks and variables ascribed.
Block Description of the variables
Professional characteristics of the teacher Sex; academic training; years of teaching experience; years in the school; academic year and
department in which he/she teaches
Personal and professional experience in L&S Prior and future interest in teaching the subject; present experience in L&S; possible
improvements; importance conferred upon the subject
Context of the school Province; physical and cultural characteristics of the context; educational line of the school
General characteristics of the initiative of L&S Type of learning sought; alignment to curriculum; objectives, sources and resources; type of
evaluation and tools
Response of the pupils to the initiative and relationship
with the environment
Pupils response to the initiative; type of identification of the pupils with the local environment
Reflection on methodological strategies Evaluation of the active role of the pupils; learning by discovery; active methodologies;
collaborative work
Reflection on a critical approach Evaluation of the fostering of a critical conscience; social justice; environmental justice;
heritage; social and civic attitudes
Reflection on obstacles to innovation Evaluation of the importance for innovation of the support of the school management, the
teaching staff, teacher commitment, administration and the benefits of innovation among
pupils and among teachers from a professional point of view
Reflection on possible transfers of the initiative to
society
Repercussions of L&S in the local area; possible raising of awareness of the everyday
landscape; resignification of people; collaborative learning; resignification of visible and
invisible heritage; the importance of social and environmental sustainability
Final observations A space for addressing any other aspect
Authors’ own work.
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Table 6 List of questions and codes.
Block 1: Reflection on the initiative Question 1: 14 codes in total
Did you like the way in which you were taught Landscape and
Sustainability?
Positive view; Negative view
Did it seem different to other subjects? Different; The same; Easier; More enjoyable; Methodologically
interesting; Original learning; Useful learning; Lack of learning;
Lack of interest
How did you feel? Positive sensation; Undefined sensation; Negative sensation
Question 2: 13 codes in total
What was most interesting for you? Nothing in particular; Educational excursions; Method/strategies;
Study of the environment/agents; Landscape and environment;
Landscape and heritage
Do you think that anything could be improved? No changes; Yes—Changes; More excursions; More syllabus;
More practical work; More enjoyable; Improvements in pupils
Block 2: Reflection on the experience of the
collaborative work
Question 3: 11 codes in total
Had you worked in a group before? Yes, worked in a group; No, not worked in a group
What did you think of the experience? Positive experience; Experience could be improved; Negative
experience; More learning; Ability to work in a group; Better
relationships; Imbalances in the groups; Easier and more
enjoyable; More complex
Block 3: Importance given to the subject and differences
with respect to other subjects
Question 4: 12 codes in total
Was the subject Landscape and Sustainability important for you? Important; Not important
Would you recommend it to other classmates? Yes, recommends it; No, does not recommend it; Enjoyable;
Different to other subjects; Socially significant; Academically
significant; Not academically significant; Boring; Significant for
learning; Not significant for learning
Question 5: 4 codes in total
What do you think was the most important thing you learned in this
subject?
Social and civic aspects; Historical and cultural aspects of the
landscape; Physical aspects of the landscape; Methodological
aspects
Block 4: Definition of the contents which structure
landscape, sustainability and heritage
Question 6: 6 codes in total
What is a landscape for you? Natural idealised view; Contemplative view; Territory/place view;
Geography traditional view; Humanised view; Emotional view
Question 7: 2 codes in total
What do you think sustainability means? Environmental sustainability definition; Social sustainability
definition
Question 8: 7 codes in total
Do you think that a landscape can form part of your heritage? Or, in
other words, do you think that there are landscapes which are
important to you? Why
Yes—important landscapes; No—no important landscapes;
Natural value; Emotional value; Identity value; Aesthetic/leisure
value; Historical value
Block 5: Definition of landscapes in which the acquisition of
a civic conscience and academic competence is are
demonstrated
Question 9: 6 codes in total
Explain this image (a):
Explain this image (b): Critical description; Uncritical description; Elements of
environmental sustainability; Elements of social sustainability
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with new disciplinary knowledge (mean: 4.23), and, to a lesser
extent, a greater degree of professional well-being (mean: 3.94).
Those interviewed expressed the following opinions: “(…) I learn a
lot from this type of project (…) Thanks to these projects, I
immerse myself in the local history” (E1:66); “(…) It brings me
peace… I am doing a better job” (E2:58); “(…) it’s always necessary
to look for something which excites you in order to add to what has
been done” (E1:68); “(…) it allows me to escape from traditional
subjects … it breaks up my routine” (E3:38).
Axis 3: Pupils’ reflections. The pupils valued the subject positively,
projecting it onto other experiences (n= 60/70). Many of them
highlighted their interest due to learning about familiar places: “It
is good in order to have an understanding of aspects which
normally go unnoticed” (Es33:I.2) (Table 8).
TB.2. The use of pupil-based active and participatory
methodologies
Axis 1: Observation of the teaching and learning process. I.2 and
I.3 conferred a key role upon the pupils. I.1 is more intermittent,
prioritising a programmed discourse by the teacher.
I.2 strictly adheres to a learning model guided by discovery. It
puts into practice research methodology of a collaborative nature.
Table 6 (continued)
Explain this image (c):
Question 10
Observe the following images. Do you think there may be any
relationship between them? (d/e)
Yes, relationship is established; No, relationship is not established
Would you do anything with the building in ruins? Would renovate it; Would knock it down; Employment operation;
Public service operation; Convert it into a museum; Leisure-
welfare operation; Environmental operation; Would knock it down
due to economic reasons; Would knock it down due to lack
of value
Authors’ own work.
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The research is included in a database which serves as a virtual
museum for use within the school. A tour, led by the pupils, is
made around the places researched.
I.3 does not follow one teaching model in particular but makes
use of different participatory strategies. Unlike the others, there is
discontinuity among the topics dealt with. It employs collabora-
tive strategies for carrying out the three projects for each term,
which are pupil-led.
I.1 proposes learning based on modest projects on the local
geography and history. It attempts to foster collaborative
learning, although the excess of compartmentalisation of the
topics proposed to each group favours individual work. The
pupils’ activity is organised around two teaching units, created by
the teacher on a website.
Applying the criteria of level of development (Table 2), each
initiative acquires the ranking as shown in Table 9.
Axis 2: Teachers’ conceptions. The three teachers interviewed and
the 35 surveyed expressed great interest in offering active and
participatory experiments. They associate this with the involve-
ment of the pupils (mean: 4.40) and learning of a critical nature
(mean: 4.06): “This subject provides formation (…) I am a citizen
and I begin to have a grounded opinion regarding how land can
be managed” (E1:64); “(…) I think that the more active the
activities, the more possibilities we have of motivating them and
exercising that transformative capacity” (E2:54).
Axis 3: Pupils’ reflections. The majority of the pupils reacted
positively to the use of collaborative strategies (n= 48/70). They
highlight aspects such as harmony, team spirit and learning: “(…)
it really promotes harmony” (Es1:I.3); “It’s good because we learn
to work in groups, which is necessary for the future” (Es36:I.2);
“We learned to coordinate ourselves” (Es44:I.1); “(…) it was an
experience in which I learned a lot (…)” (Es18:I.3). However, the
high percentage of non-positive evaluations in I.3 should be
mentioned (Table 10).
TB.3. The use of history, culture and local heritage with an
interdisciplinary approach
Axis 1: Observation of the teaching and learning process. I.1 and
I.2 interweave history, culture and local heritage. In I.3 it is fragile
and irregular. As far as interdisciplinarity is concerned, it is only
accredited in I.2. I.1 and I.3 would be transdisciplinary.
I.1, dominated by geography and history and with a
transdisciplinary perspective, deals with the sustainability of
territory from the perspective of consumption, resources, the
human footprint and well-being. The pupils research the
landscape via physical, social, historical and cultural elements
and attention is paid to the possibilities of recovery in the
neighbourhood. No joint work with teachers of other subjects is
undertaken.
I.2 is open to interdisciplinarity, seeking collaboration with
other subjects, such as biology (the flora of the place) and physical
education (dances associated to a place). A balance is sought
between social and natural sciences, transferring this to the
pupils’ research on a landscape which is studied from multiple
angles, including actions for greater environmental and social
sustainability. It makes it possible for conflictive issues relating to
the past or the present, or both at the same time, to emerge.
I.3 does not include work with other teachers. It employs a
traditional perspective of physical geography and environmental
education. The research on landscapes is synthesised in their
location, characteristic elements, ecology, cartographic represen-
tation and anthropisation on a basic level. Aspects such as their
historical, cultural and social sediment are not paid attention to
or are developed in a superficial manner.
Applying the criteria of the level of development (Table 2),
each initiative acquires the ranking as shown in Table 11.
Axis 2: Teachers’ conceptions. Teachers E1 and E2 value incor-
porating tangible and intangible elements, identifying people as
something inseparable from the landscape. E3, like some of the 35
participants surveyed, does not see this link clearly, although the
majority do (mean: 3.83): “We study the landscape taking into
account both natural and human aspects … we work with
material and immaterial aspects, which are also extremely
important, although they are not tangible” (E1:7); “The proverbs,
Table 10 Pupils’ experience of collaborative work in the
initiative.
Initiative Positive Could be improved Negative
I.1 21 5 2
I.2 16 2 4
I.3 11 4 5
Total 48 11 11
Authors’ own work.
Table 7 Dimensions of the model (TB.1) and the level of
development.
Dimensions Ranking
L&S: local places and landscapes I.1 5
I.2 5
I.3 2




Table 8 Pupils’ view of the subject/initiative.






Table 9 Dimensions of the model (TB.2) and the level of
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riddles, feelings, senses, experiences, gastronomy … games, cel-
ebrations” (E2:8).
Axis 3: Pupils’ reflections. They highlight the importance of
“Knowing about the customs of the past” (Es32:I.2); “… knowing
who we are and where we came from” (Es50:I.1); “The changes in
the landscape over time and factors which modified them” (Es12:
I.3); “that dropping litter on the ground, polluting, does not only
affect nature, but also affects ourselves” (Es2:I.3); “(…) that things
can change, we can do better and we have to look after the
environment” (Es10:I.3); “valuing everything we have and
recognising how the landscape has drastically changed” (Es57:
I.1). Thus, the majority state that the subject is important (n= 48/
70) and recommend it (n= 50/70), without making particular
reference to the importance of interdisciplinarity. It is in I.3 that
the relevance of this learning is highlighted most (Table 12).
TB.4. Fostering an emotional connection which favours pro-
cesses of appropriation
Axis 1: Observation of the teaching and learning process. The three
experiments began with a weak emotional and cognitive con-
nection with the surrounding area. The teachers attempted to
strengthen this connection so that the pupils could appropriate
their places and familiar landscapes.
I.1 puts forward the idea of the quality of places and landscapes
as a right. Hence, the idea of contributing towards the recovery of
urban spaces by way of active proposals. However, although
interest in local places among the pupils was noted when
reflecting on current problems which affect their sustainability,
the proposals did not lead to action.
I.2 includes the memory of family members and local people as
an element of reference, leading to an interest in and a connection
with places which the pupils assume as their own.
I.3, which had many students of foreign origin, sought to create
a link with a context which was difficult to accept, tending to
avoid run-down areas. No evidence can be seen of the
appropriation of places and landscapes without a greater general
awareness regarding the environmental problem.
Applying the criteria of the level of development (Table 2),
each initiative acquired the ranking as shown in Table 13.
Axis 2: Teachers’ conceptions. The teachers interviewed and the
participants surveyed are convinced that the subject favours an
awareness of the landscape and its protection (mean: 4.31).
However, the level of agreement is lower with regard to its use-
fulness in signifying absent and forgotten groups (mean: 3.54):
“(…) they develop an awareness of heritage (…)” (E1:59–60);
“(…) they were much more aware of the value of their landscape.
They made active proposals of how to look after it and improve it
(…) If they say that there should not be eucalyptus, or that there
should be re-population, we are not going to be able to carry it
out, but they make these evaluations (…)” (E2:40); “(…) older
people or social groups such as those repressed by the dictator-
ship or the Civil War, because we work on negative and undesired
heritage, it should not be preserved because it is an example, but
rather in order not to repeat it (…) regarding migration, women
(…)” (E2:43–44).
The vast majority accept the incorporation of the heritage
dimension (mean: 4.23), associating it clearly to the study of the
landscape (mean: 4.60) and believing that it strengthens the link
with everyday places (mean: 4.69). E1 and E2 conceive it more
openly than E3: “What we attempt to do is to work on the
landscape, identifying positive heritage aspects and, in this way,
defining and contributing towards a more sustainable landscape”
(E2:5).
Axis 3: Pupils’ reflections. No clear relationship between emotions
and landscape can be appreciated (n= 6/70), as cognitive ele-
ments prevail in the pupils’ identifications. Furthermore, the
emotional component is always expressed positively, never criti-
cally: “A place for enjoyment” (Es17:I.3); “Something extremely
relevant for me” (Es31:I.2); “It is a personal view of the flora and
fauna which surrounds us. This view is influenced by emotions,
memories …” (Es64:I.1) (Table 14).
TB.5. Fostering of social, civic and academic skills
Axis 1: Observation of the teaching and learning process. The three
initiatives promote civic skills. They broaden environmental
awareness, reflecting critically on changes and continuities in run-
down places and on individual and collective responsibility.
The social inequalities latent in places and landscapes are also
addressed (more clearly in I.1 and in I.2), along with the reasons
for the neglect of cultural manifestations which characterised
many places.
In addition, academic advancement is expected, beginning with
understanding and describing concepts such as landscape and
Table 13 Dimensions of the model (TB.4) and the level of
development for each initiative.
Dimensions Ranking
Emotional connection I.1 3
I.2 4
I.3 2




Table 12 Importance and pupils’ recommendation of the
subject for each initiative.
Initiative Important Not
important
Recommends it Does not
recommend it
I.1 16 11 16 11
I.2 15 6 15 6
I.3 17 3 18 2
Total 48 20 50 19
Authors’ own work.
Table 11 Dimensions of the model (TB.3) and level of
development for each initiative.
Dimensions Ranking
History, culture and local heritage I.1 5
I.2 5
I.3 2
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sustainability, and all the cognitive framework which they imply.
This is better addressed in I.1 and I.2 than in I.3.
Applying the criteria of the level of development (Table 2),
each initiative acquired the ranking as shown in Table 15.
Axis 2: Teachers’ conceptions. The teachers observed and those
surveyed believe that it is important to foster civic consciousness
(mean: 4.14), accepting their responsibility in achieving this
(mean: 4.43). However, they appeal to the involvement of society
as a whole: “(…) none of this is of any use if it is not accompanied
by social morality to go along with the discourse” (E1:63).
They clearly associate the need to study landscape with its
environmental sustainability (mean: 4.20). However, their level of
agreement is weakened when referring to the importance of social
sustainability (mean: 3.46), which is extremely evident in E1 and
E2: “(…) it is difficult to break with this inertia of speaking of
sustainability only from the environmental point of view. (…)
[social sustainability] is a concept to which we are not
accustomed (…)” (E2:40–41).
Axis 3: Pupils’ reflections. a. On the concept of landscape: a broad
majority adopts stereotypical positions of different kinds. Three
points of view are predominant as shown in Table 16.
A mediatised view is imposed by idealised nature in which
human action is excluded: “An area which is not polluted and
everything in it is nature (…) everything is as it was created, and
nobody has reformed it” (Es3:I.3).
The geographical perspective is similar to the previous view,
having an impact on the classification of elements delimited in
space: “A geographical space which combines biotic, abiotic and
anthropic elements” (Es42:I.2).
To a lesser extent, an association is made with the human race
and its social, cultural and environmental impact: “A place which
combines fauna, flora and things made by humankind but which
can be good as well as bad” (Es23:I.2); “It is any type of space, be
it urban, natural, beautiful, ugly…” (Es45:I.1); “They are
geographical spaces (…) with moral and cultural aspects”
(Es53:I.1).
b. Regarding sustainability: environmental consciousness is
mentioned, albeit divested of a social conscience: “(…) treating
the environment around us correctly” (Es12:I.3); “A lifestyle
which is respectful towards the environment” (Es34:I.2);
“Something sustainable is that which does not damage the
environment” (Es47:I.1). Only three people related social well-
being with the idea of landscape sustainability: “This sustains
something, in this case the correct use of resources for the well-
being of future generations” (Es52:I.1); “Handling natural
resources in such a way that it is possible to improve the well-
being of the population” (Es61: I.1) (Table 17).
c. Regarding heritage: the majority consider that landscapes
and everyday places can form part of their heritage (n= 58/70)
(Table 18).
When they associate landscape and heritage, they establish five
different values (Table 19).
The most repeated association links heritage and personal
memory, by way of positive memories regarding specific places:
“(…) they may have a sentimental value, such as your
grandparents house, the playground you went to when you were
a child” (Es3: I.3); “(…) there are many landscapes which are
important to me because they remind me of something or of
someone” (Es25: I.2); “(…) the landscapes I see every day are part
of my life and my routine” (Es50: I.1).
After the emotional aspect, others highlight the natural value
associated to the quality of life as a value which shapes landscape
and heritage: “For me, it is important because it helps there to be
less pollution (…)” (Es2:I.3); “The landscape is part of my
heritage because I enjoy being in nature and this improves my
quality of life” (Es47:I.1).
To a lesser extent, it is associated with identity: “(…) there are
landscapes of great touristic and cultural interest, which are
extremely rich for all Galicians” (Es21:I.2); “(…) in Galicia we
have a landscape which identifies us. Therefore, it is important for
me because it forms part of my identity and history” (Es64:I.1);
Table 15 Dimensions of the model (TB.5) and level of
development for each initiative.
Dimensions Ranking




Table 16 Type of perspective of landscape for each
initiative.
Initiative Idealised nature Geographical Humanised and/or
emotional
I.1 12 8 8
I.2 7 12 2
I.3 10 7 5
Total 29 27 15
Authors’ own work.
Table 17 Description of sustainability.





Table 18 Relationship of landscape and heritage.
Association of landscape and heritage Associated quotes
Does not associate landscape and heritage 12
Associates landscape and heritage 58
Authors’ own work.
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with aesthetics: “(…) you can always find something beautiful to
look at” (Es56:I.1); and with history: “(…) there are ancient
landscapes which tell us things about the past (…)” (Es69:I.1);
“(…) they form part of the history of our city and I believe it is
important to preserve this heritage” (Es59:I.1).
d. Regarding civic commitment: they show an interest in run-
down places.Considering an old ruined factory, the majority
would renovate it (n= 40/70), mainly for public and/or social
reasons (n= 24/40) (Table 20).
They would reconvert the building for educational purposes or
to accommodate excluded people: “A school or a place for
refugees” (Es29:I.2); “I would rebuild it and send the homeless
there” (Es44:I.1); in order to guarantee jobs for the unemployed:
“I would improve it to give jobs to those who cannot work (…)”
(Es17:I.3); “It could be reformed to (…) generate more
opportunities for employment” (Es23:I.2); to preserve natural
elements in the surrounding area: “I would rebuild it because then
we would not damage more places where there can be a lot of
trees” (Es28:I.2); to convert it into a museum: “Make it a place for
tourists to visit, but with someone to explain its history” (Es40:
I.2); “(…) what I would do would be to renovate it and convert it
into a type of museum, because I believe this factory is part of our
past and I would not feel good about destroying it” (Es64:I.1); “I
would not let it fall down, I would rebuild it and create a museum,
recreating the old factory with its machines (…) we must not let
our heritage fall down” (Es59:I.1); to improve the urban space: “I
would rebuild it to convert it into a recreational site for public
and environmental leisure” (Es33:I.2); or to promote leisure and
consumption: “I would restore it to make it into a shopping
centre with great shops and a swimming pool” (Es3:I.3).
When faced with great imbalances in landscapes, a third of the
participants identified them and offered solutions (n= 23/70):
“(…) We need to use public transport more” (Es7:I.3-imageA);
“This landscape represents our brutality towards our nature, we
tear down trees which give us life in order to have more money
(…)” (Es10:I.3-imageB); “(…) In one corner there are people who
live in houses made of broken materials. This makes us aware that
we have to be more human and ecological” (Es13:I.3-imageC).
TB.6. Transfers and impact on the local community
Axis 1: Observation of the teaching and learning process. The three
initiatives aim to transfer their results to the local community,
although this does not come to pass, with the exception of I.2.
However, I.1 and I.3 generate an environmental awareness in the
pupils which may have an impact in the future, although this is
difficult to define.
In I.2 the impact is perceived by way of an educational
excursion, designed and organised by the pupils, the open
exhibitions held in the school and the festival of traditional dance
at the end of the academic year. This demonstrates an
intergenerational dialogue which incorporates memory, places
and landscapes.
Applying the criteria of the level of development (Table 2),
each initiative acquired the ranking as shown in Table 21.
Axis 2: Teachers’ conceptions. Importance is given to the fact of
transferring the results of their teaching activity to the commu-
nity (mean: 4.14), even though many of these desires do not
become reality: “(…) making that inventory, an analysis and a
proposal for improvement (…) my intention is for that proposal
to reach the school’s management, the school council and the
local authorities” (E3:29); “This year I wanted to make a proposal
to the local council of what we conclude … The routes that they
propose, for example, posting them on the council’s website (…)
these are little things that the pupils can see” (E2:40); “I hope that,
as a result of all this, we can organise educational meetings about
the city … that would be a dream for me” (E1:31).
The formulae for transfer differ among the three teachers
interviewed when specifying their objectives: “(…) I would like it
if, when someone mentions Galicia, they knew where to locate the
four provinces the most important geographical features and
natural spaces and some of the most relevant cities (…) and also
that they would value them. That is where identity would be
created (…) firstly regarding this place and then Galicia”
(E3:25–26); “(…) to make them see that this place changed in a
certain way but that it could have changed in another way if there
had been an awareness of heritage, of ancient, not old, things”
(E1:33); “I think that the general objective is for them to know the
landscape which surrounds them and to take decisions about it,
which they can contribute as active citizens … for them to be
creators of and participants in heritage” (E2:43). These differences
were also perceived in the 35 teachers surveyed. The main
objective of practically half of them was to achieve a critical
reflection on the environment in order to correct its deterioration
in the future (n= 17/35). A little more than a third would like to
Table 19 Value given to landscape.
Initiative Emotional value Natural value Identity value Aesthetic value Historical value
I.1 7 5 5 4 2
I.2 8 2 4 1 2
I.3 11 5 – 1 –
Total 26 12 9 6 4
Authors’ own work.
Table 21 Dimensions of the model (TB.6) and level of
development for each initiative.
Dimensions Ranking
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be identified as agents of change in the present (n= 13/35),
whereas less than a fifth proposed an understanding, evaluation
and identification with Galician landscapes (n= 5/35).
Axis 3: Pupils’ reflections. The transfer of results to the commu-
nity is difficult to measure in the pupils’ responses. However, it is
significant that a third considered that the most important aspect
of their learning in the subject was their increase in awareness of
the environment and its social and cultural heritage, highlighting
the possibility of interacting with other agents in their community
(n= 21/70): “The most interesting thing for me was to ask my
grandmother about it” (Es53:I.1); “What was most interesting for
me was to discover exactly what the neighbourhood was like
before, its heritage” (Es61:I.1).
This awareness brought about a willingness to care for the
environment (n= 11/70): “… we must respect the landscape
more and we cannot build wherever we want” (Es10:I.3); “When
we saw the consequences of our polluting acts on the earth (…)”
(Es46:I.1). This also constitutes a new perspective on the
environment, with which new relationships could be established
(n= 11/70): “The most interesting thing about this topic was
going on an excursion together and learning things about
landscape, and the museums, which were very interesting (…)”
(Es19:I.3) (Table 22).
Discussion
The process of observation in the classroom, the analysis of how the
teachers conceive their teaching practice and the way in which this
is projected onto the pupils makes it possible to evaluate the tea-
chers’ state of training in order to undertake the educational chal-
lenge supposed by the new subject of Landscape and Sustainability.
Below are listed the strengths and main training needs which have
been detected.
Prior strengths. The flexibility in the curriculum enables teachers
to adopt decisions coherent with what they understand to be
quality teaching (Riveiro-Rodríguez et al., 2020). In this regard,
they demonstrate a relatively solid knowledge of the context in
which they work. They do not act as burnt-out professionals, a
common occurrence in secondary education (Pena Garrido and
Extremera Pacheco, 2012). Rather, they take the advantage of
using the subject as an exciting experiment, thereby favouring a
better learning atmosphere (Laudadío and Mazzitelli, 2019).
An effort and capacity to carry out research and design integral
activities on the local environment is noticed, which is well
received by the pupils, who value learning about places which
give meaning to their everyday reality. To a large extent, these
activities are intuitively adjusted to many of the parameters of
Place-Based Education and Heritage Education.
A good level of training in constructivist methods and
participatory strategies is demonstrated. These are implemented
in the classroom as catalysts of a more transformative learning
process (Genç, 2016; Miralles et al., 2017) and a greater level of
cohesion and inclusion (De Espinosa et al., 2019). Furthermore,
they are carried out correctly by the pupils.
There is a reliance on multidisciplinarity, which guarantees a
better integration of history, culture and heritage. This benefits
the holistic study of local landscapes, approached from a double
perspective; social justice and environmental education, as
found in I.1 and I.2, which are based on the social sciences.
The skilled use of different strategies is confirmed, which tend
to strengthen the cognitive and emotional connection of the
pupils with the place where they live, which becomes a space of
awareness and intergenerational dialogue, as can be observed in
I.1 and I.2.
Learning contexts are generated in which the pupils develop
social and civic attitudes, contributing solutions, fundamentally
for environmental imbalances and run-down places.
Critical positions and attitudes are guaranteed, in line with a
civic and social, as well as a critical and active, education
(Fernández-Vega and Cárcamo-Vásquez, 2017; Santisteban-
Fernánez et al., 2020), at least, with an indirect impact on
society.
The subject is taken to be a learning framework for pupils who
are more competent and more committed towards what has
been learned, with the belief that this will be translated into an
educational improvement and, also, into social progress
(Alexandre, 2016; Anderson, 2015).
Needs detected. The coincident trend between the projects and
what was expressed by the participating teachers demonstrates a
common viewpoint with regard to the subject and its objectives.
However, the flexibility in its curriculum, the lack of specific
guidelines and of specific training demonstrates deficiencies in the
planning and implementation of the teaching activities, which can
be observed, above all, in the pupils’ learning.
In spite of the capacity for designing educational proposals in
line with Place-Based Education, the non-existent theoretical
baggage received in this regard makes it difficult for teachers to
carry out more precise work and to achieve objectives relating
to the environment, particularly in run-down contexts.
Including this educational trend in the processes of teacher
training, disseminating experiments in different places and
with approaches more in line with the model presented, would
favour greater productivity in the projects.
Although the dominant pedagogical culture is left behind
(Gruenewald, 2003; Israel, 2012) and an alternative process of
learning is fostered, which is open to methodologies of a
collaborative nature, pupils do not always receive it positively,
coinciding with the strategies which do not introduce a greater
socio-critical significance to the study of the environment.
It seems necessary for there to be better training in the design
and implementation of not only transdisciplinary, but also
interdisciplinary projects in which teachers from different
fields collaborate, as this has been proved to be extremely
useful in the study of landscape (Gómez Trigueros, 2018), due
to its capacity to create links with the local environment. A
greater degree of job stability for teachers in schools could also
be a determining factor in this type of activities.
More training in heritage and in the possibilities of memory as a
link between rational and emotional aspects and places is
necessary (Domínguez-Almansa and López-Facal, 2016, 2017).
Not all teachers appear to be aware of its potential and pupils,
when addressing the issue of the meaning of landscape or
heritage, ignore this question, giving preference to purely








I.1 12 5 4 –
I.2 5 9 2 5
I.3 4 5 5 6
Total 21 19 11 11
Authors’ own work.
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cognitive aspects. However, this does not occur when they
evaluate and seek alternatives for run-down places, leading to a
dichotomy between what they believe that they should respond
on an intellectual level and when they act in the face of real facts.
Although the activities are oriented to a discourse which insists
on social and environmental aspects, a need for focusing more
on contents in the social sphere is shown, given that a
representation almost exclusively associating landscape and
environment is prevalent among pupils.
Although the aim is to transfer results to the local community,
this is hardly noted in a direct way. It is intended that the
pupils demand participation in the environment, but when
projecting this objective towards the future, and not the
present, it becomes more difficult for them to feel like real
agents of change. In this regard, teacher training programmes
should orient teachers towards contextualising their practical
teaching in a better way, which has been shown to be extremely
beneficial, especially in places with problems of inclusion,
social cohesion and deficient environmental development
(Rodríguez Sosa et al., 2017).
Conclusions
This research proposes and presents practical teaching which
combines Place-Based Education and Heritage Education, from a
holistic and critical perspective, as an optimal approach for the
subject Landscape and Sustainability. Bearing in mind that the
intentions and aspirations of teachers point towards a coincidence
with this model, it would be pertinent to be able to integrate it into a
training process which is needed in order to approach with more
guarantees and even satisfaction a subject, which teachers claim to
take on with enthusiasm and civic vocation.
Although this study has shown a confluence among teachers
when this subject and the opportunities it brings are considered,
in future research it would be interesting to broaden the obser-
vation process to a greater number of experiments. In this way, it
could be verified whether the information gathered here is
representative of all projects put into action in the subject of
Landscape and Sustainability, in the sense that the transformative
discourse is, both on an educational and social level, accompanied
by coherent action, as the teachers observed are attempting to do.
It remains to be seen whether the concerns and reflections
shared by the teachers participating in this study will be main-
tained by those who will teach the subject in future years, or if, on
the contrary, these criteria are altered.
It would also be desirable to investigate an aspect which seems
particularly relevant: the fact that the teachers stated that in other
subjects they adopt a different, more traditional, approach to that
which they feel able to embrace in the subject studied here. This
would lead to an examination of the routes teachers take to rele-
gating or abandoning their vocation as innovators (Riveiro-Rodrí-
guez et al., 2020).
With regard to the pupils, who are the best instrument for
measuring the scope of any teaching activity, an abundance of
enriching reflections are observed, even though they are some-
what incomplete as they are materialised in responses to open
questions or to images which generate problems. However,
although it is true that their reflections indicate that there is a
margin of improvement in their learning process, it is extremely
interesting to note that they show a great degree of satisfaction
with practices far removed from those of the dominant routines,
bringing them closer to the local environment.
In this regard, as has been noted, working on landscape and
places in which processes of heritagisation can be opened up can
be highlighted as an urgent need, by appealing to memory and to
social recognition
The 70 pupils who took part in this study are a conservative
number for understanding the learning process in Landscape and
Sustainability. Evidently, this number should be increased in future
research.
Therefore, it is hoped that this subject can continue to be
monitored. It would be interesting to know whether, over the
course of time, it becomes standardised and more hermetic or
whether its teachers continue to consider it an exciting experiment
which they teach of their own free will and even that, based on this
premise, training can be fostered which addresses the needs pre-
sented in this research.
It is extremely desirable that projects such as those presented and
analysed here have a future projection, given that it has been proved
that they can have a capacity to bring about environmental and
social benefits via the formation and civic awareness of the pupils.
If, by way of a quality teaching action, pupils come to understand
the local landscape, become aware of the need to care for it and,
from this perspective, transcend the frontiers of the local environ-
ment, it is possible that it can serve to promote attitudes which
extend far beyond the school context and are prolonged in time.
Data availability
The datasets generated during and/or analysed during the current
study are not publicly available due to the anonymity of partici-
pants and schools, but are available from the corresponding
author on reasonable request.
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